Western Michigan University

ScholarWorks at WMU
Faculty Contributions (1950-1981)

Western Michigan University

7-1958

Student Reactions and Merit Salary Schedules
Western Michigan University

Follow this and additional works at: https://scholarworks.wmich.edu/faculty_contributions
Part of the Higher Education Commons

WMU ScholarWorks Citation
Western Michigan University, "Student Reactions and Merit Salary Schedules" (1958). Faculty
Contributions (1950-1981). 17.
https://scholarworks.wmich.edu/faculty_contributions/17

This Article is brought to you for free and open access by
the Western Michigan University at ScholarWorks at
WMU. It has been accepted for inclusion in Faculty
Contributions (1950-1981) by an authorized administrator
of ScholarWorks at WMU. For more information, please
contact wmu-scholarworks@wmich.edu.

•••••••••••••••••••••

Student Reactions

••••

And
Merit Salary Schedules

School of Graduate Studies

ESTERN MICHIGAN UNIVERSITY, KALAMAZOO
Series IV. No. 2

July 1958

OFFICERS
WESTERN MICHIGAN UNIVERSITY
Paul V. Sangren, Ph.D., LL.D.
Russell H. Seibert, Ph.D.
George G. Mallinson, Ph.D.

President
Vice President
for Academic Affairs

Dean,
School of Graduate Studies

STUDENT REACTIONS AND MERIT
SALARY SCHEDULES
by
Roy C. Bryan
Professor of Education
Western Michigan University
Kalamazoo, Michigan

FACULTY CONTRIBUTIONS
Series IV, No. 2

July 1958

Copyright 1958

School of Graduate Studies
Western Michigan University
Kalamazoo, Michigan

Price 50 cents per copy

Table of Contents
Title

Page

I. INTRODUCTION ............................................ .......................
II.

7

AMPLE

ETS OF STUDENT REACTIONS .................. 10

1. Sample

tudent-Opinion Que tionnaire ............................ 10

2.

ummaries of tudent Reactions to Eight Teachers ........ 13

3. Percentile Distribution of the
Av rage Ratings of 112 Teachers ................................ 19

III. RELIABILITY AND VALIDITY OF
TUDENT REACTION

I. Reliability of

2. Validity of
3.

........................................................ 21

tudent Reactions ........................................ 21
tudent R actions ............................................ 22

imilarity of Rating on DiiTerent Questions .................... 24

IV. STUDENT REA TION AS VALID
INDICES TO TEACHER EFFECTIVENE
IN THE CL SROOM .......................................................... 26
I. The Test of a Teacher is the Effect

He Ha on

tud nts ...................................................... 26

2. Administrators Agree That Good Teachers
Stimulate Good tudent Reaction .............................. 30
3. Research Studies Indicate tudent
Reactions Are the Best Available Index to
Teacher Effectiveness in the Cia room ...................... 35
4. Parents Judge Teachers by the
Reactions of Their Children ........................................ 39
3

V. ARGUMENTS AGAINST THE USE OF
STUDENT REACTIONS ...................................................... 42
1. Professionally Trained Adults Are More Capable

Than Students of Making Valid Judgments ................ 42

2. As Students Become Older and More Mature,
Their Opinions of Teachers Change ............................ 45
3. If Students Had Their Way, They Would Change
Schools Into Playhouses ................................................ 4 7
4. The Use of Written Student Reactions Would Have an
Unfavorable Effect on the Morale of Students ............ 50
5. The Use of Written Student Reactions Would Have an
Unfavorable Effect on the Morale of Teachers .......... 50
VI. A RECOMMENDED PLAN FOR A
MERIT SALARY SCHEDULE ............................................ 52
1. The Plan Should Be Based on an
Attractive Salary Schedule ............................................ 52
2. Faculty Members Should Participate in
Formulating the Policies ........................... - ................... 53
3. Student Reactions Should Be Processed by an
Outside Agency ......................................................... ..... 53
4. Emphasis Should Be Placed on the
Improvement of Instruction .......................................... 56
5. The Teacher's Right to Make Self-directed
Decisions Must Be Protected ........................................ 59
CONCLUSION .................................................................................... 62
BIBLIOGRAPHY ................................................................................ 64

4

Foreword

Within the past few years there has been an increasing concern
with improving the quality of teaching in the public-school systems.
The improvement of such teaching of course involves two aspects.
The first deals with obtaining a supply of teachers sufficiently large
to staff the clas rooms. The second deals with improving the quality
of personnel entering the teaching profession as well as the quality
of their teaching. It is obvious that the solution to the problem must
encompass both of these aspects.
One action has been to increase teacher>' salaries throughout all
ranges of the teaching profe sion. Without doubt this has served to
stimulate more per ons to seek employment in teaching. Yet there is
a growing reticence to continue with this action unless some assurances
are given that quality of in truction i also improving. There is therefore an ever-increasing stir to award increments on the basis of quality
of teaching, or as it is generally known, "the merit schedule."
The merit schedule has many supporters and many antagonists.
One of the major criticisms leveled against the use of merit as a
criterion for salary level is the difficulty involved in evaluating teaching merit objectively. This Facult'y Contribution contains the views
of one staff member of Western Mkhigan University with respect to
the asses ment of merit. The School of Graduate Studies takes no
official stand on the i sue or on the proposals contained herein. However, it is firmly believed that the presentation of the i ue involved
is of utmost importance.
George G. Mallinson, Dean
School of Graduate Studies
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The Root Problem
"But the root problem of the teaching profession
remains financial. More perhaps than any other profession, teaching needs dedicated men and women to
whom pay is not an overriding consideration; but
until we pay teachers at least as well as the middle
echelon of executives we cannot expect the profession
to attract its full share of the available range of
talents. Salaries must be raised immediately and
substantially. Almost as important as the level of
pay is the fact that promotional policy for most school
systems is routine and depends much nwre on seniority than on merit. And the top salary is not sufficiently
far above the bottom salary to constitute a meaningful incentive.
"The best teacher and the poorest in a school ...
get paid the same salariesJ and rise in salary at the
same speed to the same ceiling. ClearlyJ if the teaching profession is to be made more attractiveJ this will
have to be changed."

Pursuit of Excellence, Rockefeller Report. Doubleday
and Co., Garden City, New York, 1958.
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I.

Introduction

There has been a great deal of discussion recently concerning
alary schedules for teachers based on merit. Obviously such schedules
are not feasible unles reliable methods of determining teacher merit
can be us d. The writer suggests that one reliable and valid index
to teacher merit is student reaction. The purpose of this Faculty Contribution therefore is to show why and how reactions of students to
teachers and teaching may be used in support of a merit salary schedule. For clarity a number of the terms that have been used above, and
will be used later, are defined.
A merit schedule is "any salary schedule for classroom teachers,
whatever the plan of recognizing position, experience and preparation,
if it authorizes salaries above the regular chedule to reward teachers
judged to be superior in quality of service." ( 18) *
Teacher merit refers to a teacher's effectiveness in the classroom
and to his worth ou ide the classroom as a member of the staff and
community. The mo t important aspect of merit, and one of the
most difficult to evaluate, is teacher effectiveness in the classroom.
By teacher effectiveness in the classroom is meant the teacher's ability
to produce de irable growth in students. It is the latter with which this
report i chiefly concerned
The term student reaction refers to the opinions of students with
respect to teachers and teaching. Student reactions may be obtained
by means of student-opinion questionnaires. The term "student ratings" is commonly used as a synonym for "student reactions." Th
writer however dislikes the term "student ratings" because it mistakenly suggests that tudents are being accepted as experts on methods
of teaching.
With respect to teacher merit there is much agreement on these
three points:
(a) In order to attract and retain an adequate number of superior
teachers, salaries must be improved.
(b) The retention of superior teachers is difficult to accomplish
as long as teachers insist on a fixed salary schedule that does
not take account of ability.

* The numbers in parentheses at the end of quotations refer to the numbered
references in the bibliography.
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(c) The principle of merit rating is sound, but traditional methods
of applying thi principle are not sufficiently reliable.
T he plan described in this report is uggested in the belief that it
will enable school personnel to do a better job of evaluating teacher
effectiveness in the classroom and thus help p rovide a reliable basis for
adjusting salaries on the basis of merit. I t is hoped that readers will
appraise the value of the proposals made here in the spirit suggested
by William G. Carr, Executive Secretary of the National Education
Association, when he urg d teachers to face with complete candor
current proposals for adjusting salaries in accordance with orne

THE TAXPAYERS' VIEW

"Sure a good career
teacher is worth more
money . . . but the
educators just won't
look at it that way.
Pay good teachers
more, but also pay the
lousy teacher more?
Nuts!" Quoted from
TIME, May 19, 1958.

After bond issues for new school buildings passed and one for
increasing the salary scale of teachers failed, a Salt Lake City citizen
comments.
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estimate of the quality of service rendered by each teacher. Mr.
Carr said also, at the closing session of the celebration of N.E.A.'s
1OOth birthday in Philadelphia, that quality will be the chief aim
of the teaching profession in the next one hundred years, as quantity
was in the last century (50).
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II.

Sample Sets of Student Reactions

Tbe term "student reaction" as used in this report refers to opinions, feelings, and prejudices students express with respect to elements
in the classroom situation. These expressions or reactions may be
obtained by means of a questionnaire, commonly referr d to as a
student-opinion questionnaire. One example of such a questionnaire
constructed for the purpose of obtaining student reactions to the
teacher and other classroom factors follows. The sample sets of student reactions reported later were obtained from questionnaires similar
to the one below.
I.

Student-Opinion Questionnaire

Please answer the following questions honestly and frankly. Your
teacher will never know how ''ou as a11 individual, answer these
questions. Do not give your name. Please disguise your handwriting
by printing or using a backhand slope in answer to questions 11 a11d
12. Underline your answer to each of the other questions.
After completing this report> fold it and sit quietly or studry until
all students have comj1leted their reports. There should be no talking.
All rejJorts will be collected by a member of the class and shuffled
before being given to the teacher.
WHAT IS YOUR OPJNJON CONCERNING:
1. THE KNOWLEDGE THIS TEACHER HAS OF THE

SUBJECT TAUGHT?
(Has thorough knowledge and understanding of his teaching
field? )
Excellent
Good
Average
Below Average
2. THE ABILITY OF THIS TEACHER TO EXPLAIN
CLEARLY?
(Arc assignments and explanations clear and definite? )
Excellent
Good
Average
Below Average
3. THI TEACHER'S FAIRNESS IN DEALING WITH STUDENTS?
(Is fair and impartial in treatment of students?)
Excellent
Good
Average
Below Average
10

4. THE ABILITY OF THIS TEACHER TO MAINTAIN
GOOD DISCIPLINE?
(Keeps good control of the class without being harsh? Is finn
but fair?)
h"<Cellent
Good
Average
Below Average
5. THE SYMPATHETIC UNDERSTANDING SHOWN BY
THIS TEACHER?
(Is he patient, friendly, and considerate?)
Excellent
Good
Average
Below Average
6. THE AMOUNT YOU ARE LEARNING IN THIS CLASS?
(Are you encouraged to do your best? Are you learning much?)
Excellent
Good
Average
Below Average
7. THE ABILITY THIS TEACHER HAS TO MAKE
CLASSES LIVELY AND INTERESTING?
(Shows enthusiasm and a sense of humor?)
Excellent
Good
Average
Below Average
8. THE ABILITY OF THIS TEACHER TO GET THINGS
DONE IN AN EFFICIENT AND BUSINESS-LIKE MANNER?
(Has foresight and plans thoroughly and well? Little time
wasted?)
Excellent
Good
Average
Below Average
9. THE VALUE THIS SUBJECT HAS FOR YOU?
(Are the problems and topics studied useful and valuable?)
Excellent
Good
Average
Below Average
10. THE GENERAL (ALL-ROUND) TEACHING ABILITY
OF THIS TEACHER?
(All factors considered, how close does this teacher come to
your ideal?)
Excellent
Good
Average
Below Average
11. Please name one or two things that you especially LIKE about
this class or teacher: ·········------------------------···----·-···························

12. Please name one or two things that you DISLIKE about this
class or teacher: ............................................................................. .
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The items in this questionnaire were selected after a study of
research reports on the qualities possessed by the ideal teacher. Beecher,
who has reviewed many of the investigations of the qualities pupils
desire in teachers, said, "Attention is called to the consistency of
findings in the pupil-reaction studies reviewed. If 30,000 boys and
girls react similarly to certain teacher behavior, it must certainly
follow that these strategic behaviors deserve serious consideration by
the teacher as well as by all who attempt to evaluate the latter's
effectiveness.
"The studies of pupil opinion and reaction clearly indicate that
persons dealing with the problem of teacher evaluation will do well
to appraise such teacher qualities as fairness, sympathetic understanding, cheerfulnesss, enthusiasm, respect for the individual pupil, ability
to hold interest, thorough knowledge, and adequate control" (3).
A similar conclusion was reached by a committee of educators. In
September 1948, the staiT of the Teacher Characteristics Study, a
project sponsored by the American Council on Education and subsidized by the Grant Foundation, engaged in a number of related
researches aimed at better understanding the behaviors of eiTective
teachers. The following generalized descriptive statements of critical
behaviors of effective teachers resulted from the study and research
done by the staff ( 3 7) :
"1. Is alert, appears enthusiastic and interested in pupils and classroom activities.
2. Is cheerful, optimistic.
3. Exhibits self control, not easily disturbed, well organized.
4. Likes fun, possesses a sense of humor.
5. Recognizes and admits own mistakes.
6. Is fair, impartial, and objective in treatment of pupils.
7. Is patient.
8. Shows understanding and sympathy in working with pupils.
9. Is friendly, democratic, and courteous in relations with pupils.
10. Helps pupils with personal as well as educational problems.
11. Commends effort and gives generous praise for work well done.
12. Anticipates reaction of others in social situation.
13. Encourages pupils to try, to do their best.
14. Evidences a planned but flexible procedure.
15. Anticipates individual needs.
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16. Stimulates pupils through intere ting and original materials
and techniques.
17. Conducts well-planned, clear, practical demonstrations and
explanations.
18. Is clear and thorough in giving directions.
19. Is skillfuJ in encouraging pupils to work through their problems
and evaluate their own work.
20. Disciplines in a quiet, dignified, positive and fair mannet·.
21. Gives constructive help willingly and enthusiastically.
22. Foresees and resolves potential difficulties."
It should be noted that the items in the student-opinion questionnaire on pages 10 and 11 harmonize with the items in the list of the
Teacher Characteristics Study and the items that appear in pupilreaction studies. It is to be expected that not all teachers will be
satisfied with the choice of questions made in preparing the studentopinion questionnaire presented above. Some may desire to include a
question like this: "What is your opinion of the skill this teacher has
in encouraging students to work through their problems and evaluate
their own work?" Others may desire to include questions related to
student-teacher planning or working freedom.
When preparing a student-opinion questionnaire, in the interest
of brevity one must make choices from among the many possible
questions that may be asked. As long as open-end questions like 11
and 12 in the above example are included, pupil will have the
opportunity to report reactions to any aspect of the teaching situation
whether or not it has been specifically identified for them in the
questionnaire. Needless to say, unless each scaled question is worded
in a way that leads all pupils to the correct interpretation, the reliability of the answers will suffer. A questionnaire of course may be
set up in many different forms.
2.

Summaries of Student Reactions to Eight Teachers

The following summaries or sets of reactions to each of eight
teachers have been presented in pairs for convenience and to facilitate
comparison. The reactions to master teacher A are paired with the
reactions to below-average teacher B. The reactions to rna "ter teacher
C are compared with those of below-average teacher D. Four of the
following teachers were master teachers, in the opinion of their students, and four below-average. These eight teachers taught in large
public schools.
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Table I
STUDENT REACTIONS TO TEACHERS A AND B
Average Ratings
Questions

Teacher A
86 Students

Teacher B
27 Students

98*
93
96
95
92

79
75
89
65
82

94

83

94
96
94

77

1. Knowledge of subject
2. Ability to explain clearly
3. Fairness in marking
4. Discipline
5. ympathy
6. Amount of work teacher

does

7. Ability to make classes mteresting
8. Ability to plan work
9. Voice
10. General teaching ability

98

73

83

80

* The average is based on 100 for a rating of Excellent; 90 for
Good; 80 for Average; 70 for Below Average; and 60 for Poor.
Comments of Students About Arithmetic Teacher A**

Favorable: Kind, considerate, understanding; not a crank; explanations are clear; always has a lesson for the next day; you get busy
when you enter the room and stay busy until the end of the hour;
good sense of humor; not serious all the time, which I like; dramatic;
knows how to take care of students when they don't behave; seldom
uses a harsh voice; fair in marking; knows what you can do and makes
assignments accordingly; has no pets.
Unfavorable: Talks too fast and explains problems too fast (said
ten students); embarrasses students; sarcastic; gives a little too much
work; too playful with the students.
Comments of Students About Arithmetic Teac:her B

Favorable: Sometimes tells us that it pays to be good; he tries
to teach, but the children will not help him.

**

The student comments were made in response to open-end questions like
the final two in the sample student-opinion questionniare on page 11.
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Unfavorable: At the beginning of the semester he let the children
do just what they pleased, and then in the middle of the semester
he tried to stop them in a harsh way, and didn't know how to go at
it; should keep better order; stop the noise; get some plan to keep
the class quiet and at work; our class is very noisy and our teacher
just scolds them and in two minutes they are at it again; he should
try to keep me and the other students quiet the way the principal told
him to do once; when he goes to the blackboard, he should call the
attention of all students, not one person; sometimes too many children
around his desk; when he is talking to one person, you can't hear
because the others are making too much noise; he should give the
assignment to all at once instead of allowing students to run to the
desk and ask what the assignment is; slaps both boys and girls; he
slaps children too hard; once when he slapped a boy his face was red
for the next period; hits students too much; should explain things
more clearly; at test time he writes something on the board, and the
next day ays he wrote something else; he knows his arithmetic and
would make a swell teacher if he learned to control us; he would
be all right if the kids would listen to him.

Some Questions

The author suggests that the reader answer these questions: Is
Teacher A better than Teacher B? Which would the parents of the
students whose opinions are reported hold in higher regard? Which
of the two would administrators prefer? Which has the better class
control? Which is doing the better job of meeting the needs and interests of the students?

Table 2
STUDENT REACTIONS TO TEACHERS C AND D
Average Rating
Questions

Teacher C
82 Students

Teacher D
152 Students

99
97

75

1. Knowledge of subject
2. Discipline
3. Ability to explain clearly
4. Sympathy
5. Fairness in grading

98
98
96
15

74
76
70

79

Table 2' (Continued)
6. Amount of work teacher
does
7. Student liking for teacher
8. Amount students are learning
!J. Work required of students
I 0. Student liking for uhject
11. General teaching ability

99

94
94
92
85
99

77

70

71

98

76
72

Comments of Students About latin Teacher C
Favorable: Eager to help students at all times; our own fault if
we don't learn; stays after school to help us; good-natured; good
temper; never discouraging, has patience; witty; s nse of humor; doe
much traveling in places connected with subject; very interesting;
makes you think for yourself; a cry fine system of teaching; unquestionable, marvelous ability; very earnest, fair and square; active in
outside activities.
Unfavorable: Makes cutting, personal remarks; will not let class
enjoy a joke.

Comments of Students About History Teacher D
Favorable: None.
Unfavorable: Careless teaching; teaches poorly; doesn't give pupils

a chance to learn; does not explain work well; not helpful; I didn't
learn a thing; doesn't give one a chance to explain; doesn't ask
questions; never lets us ask questions; uninteresting and dry (said ten
students); says arne things over and over; speaks mechanically and
in same old tone of voice ( aid eight students) ; doesn't care for
pupils; unreasonably strict; gives tests on what we didn't learn;
passes over work too quickly; expects you to know work from examples;
docs not know how to give tc t; consults book too much in teaching;
reads everything from book; does not have fair knowledge of subject.

Some Questions for the Reader
Is Teacher C worth more than Teacher D? Under which teacher
is the most effective learning taking place? Which is most stimulating
to students?
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Table 3

STUDENT REACTIONS TO TEACHERS E AND F
Average Rating
Questions

Teacher E
39 Students

Teacher F
19 Students

98
96
99
96
99

75
85
83
83
86

98
96

77
78

98
96
97
98

96
82
75

1. Knowledge of subject
2. Discipline
3. Ability to explain clearly
4. Sympathy
5. Fairness in grading
6. Amount of work teacher
does
7. Student liking for teacher
8. Amount students are learning
9. Work required of students
10. Student liking for subject
11. General teaching ability

74

Comments of Students About Social Studies Teacher E
Favorable: Makes work interesting; jolly and interesting talker;
connects chool with world; friendliness and motherliness; very
motherly and clean; keeps room clean; strict but fair; no particular
friends; very thoughtful; stern, makes each child understand work;
help by making outline; spends time with slow pupils.
Unfavorable: Praises herself (said five students); talks about
her family (said five students); bad temper.

Comments of Students About Social Studies Teacher F
Favorable: None.
Unfavorable: Wastes time; always out of room; reads while we

do nothing; spends too much time talking to other teachers; talks to
a stranger half the period; takes ofT shoes in cia s and says, "please
excuse"· doesn't stick to her point.
Some Questions for the Reader

Is Teacher E worth more than Teacher F? Which of these two
teachers is doing the better job of meeting the needs and interests of
students? Which is using better teaching methods?
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Table 4
STUDENT REACTIONS TO TEACHER G AND H
Average Rating
Questions

Teacher G

Teacher H

21 Students

30 Students

99
96
97
94
98

86
80
78
84
85

93

84

95
97
99
97

85
85
88
83

1. Knowledge of subject
2. Ability to explain clearly
3. Fairne s in marking
4. Discipline
5. Sympathy
6. Amount of work teacher
docs
7. Ability to make cia ses interesting
8. Ability to plan work
9. Voice
10. General teaching ability

Comments of Students About English Teacher G
Favorable: Has a good attitude toward the class; seems to know

how to make one remember; has a way of keeping the class in good
order and quiet; has ability to explain clearly and keep student interested; allows a lot of fun and still gets work done; is very friendly;
takes great interest in the students as individuals; has a fine sense of
humor; can see both sides of a question.
Unfavorable: None.

Comments of Students About English Teacher H
Favorable: Lets us express our opinions; plans interesting trips;
friendly and sympathetic; informal; usually jolly; easy to understand;
likes to help other people (said four students); interesting talker; is
very complimentary; hard worker.
Unfavorable: Does not treat the students alike (said six students);
marks unfairly; talks too much (said nine students); gossips about
other people (said eight students); makes it her business when something happens to student that docs not concern her in the least;
embarrasses students in fr1>nt of others; gives very indefinite assignments.
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Some Questions for the Reader

Is Teacher G worth more than Teacher H? Which of these two
teachers is doing the better job of applying good principals of teaching and guidance? Which one has the better student-teacher relationships?
3.

Percentile Distribution of the Average Ratings of 112 Teachers

In Tables l to 4 the average ratings of eight teachers are given.
How do the ratings of the e eight teachers compare with the ratings
received by teach rs generally? An indication of the answer to this
question can be obtained by referring to Table 5, which contains
the distribution of the average ratings of 112 teachers in grades 7 to 12
These data wcr obtained by Bryan and Yntema ( 14) from the classrooms of teacher in three Michigan secondary schools.
This table should be interpreted to mean that the top 25 percent
of these 112 teachers received average ratings on question 1, Knowledge of subject, between 93 and 99. On this same question the lowest
25 percent received average ratings between 77 and 88.
At the beginning of this chapter teachers A, C, E and G were
referred to as "master" teachers and teachers B, D, F and H were
classified "below average." These de ignations seem justified when
the average ratings received by these teachers are compared with those
of the 1 J2 teachers represented in Table 5.
In order to classify a teacher as being excellent, good, or average,
it is necessary to have a ba is for comparison. For example, a designation of "good" must be based on a set of norms involving a group
of teachers. The averages of any one teacher may be compared (and
interpreted) with the averages received by other teachers on the same
staff, the averages received by a large number of teachers from a
number of schools, or the averages of a number of instructors who
teach the same subject on approximately the same grade level m
communities of approximately the same size. It is not difficult to
prepare such norm tables for comparison provided the reactions of
students to the teachers can be obtained.
In interpreting averages, it is well to remember that no teacher
is effective with all students and no teacher is ineffective with all.
The excellent teacher is "excellent" as compared with others simply
because he is effective with a larger percentage of his students.
19

Table 5
PERCENTILE DISTRIBUTION OF THE AVERAGE RATINGS
OF 112 TEACHERS BY STUDENTS IN GRADE

Questions
l. Knowledge of subject

2.
3.
4.
5.
6.
7.
8.
9.
10.

Ability to explain clearly
Fairness in marking
Discipline
Sympathy
Amount of work teacher does
Ability to make classes interesting
Ability to plan work
Voice
General teaching ability

7-12

Lowest
Averages
Median
Averages
Highest
Averages, 99th Falling at the Averages, 50th Falling at the Averages, 1st
25th Percentile Percentile
Percentile
75th Percentile
Percentile
99
96
97
95
98
97
95
97
100
98

93
90
90
85
93
90
89
92
95
92

These averages were obtained in the manner specified in Table I.

91
87
87
82
89
88
86
92
89
89

88
85
84
79
86
86
83
87
88
85

77
65
73
63
73
79
71
62
75
67

Ill.

Reliability and Validity of Student Reactions

If tudents agree in their opinion of teachers, it can be said that
their opinions are reliable. Their opinions would be unreliable if !itt!
or no agreement were evident. The question to be considered therefore is, "How r liable are student reactions obtained by means of a
qu tionnaire?"

I.

Reliability of Student Reactions

From a statistical viewpoint, the respon es of 30 pupils to a
question dealing with sympathy, i.e., "What is your opinion concerning
the sympathy shown the students by this teacher: excellent, good,
average, b low average or poor?" will produce a reliability coefficient
of .90 ( 13). Student respon es to the items in a que tionnaire like
that in chapter 2 will produce reliability coefficients (chance-half
method) as high as or higher than those produced by the better tandardized te ts. Thus it may be aid that there is much agreement
among the opinions students express concerning teachers. All the
many published studie concerning the reliability of student reactions
agree that they are adequately reliable for all practical purpose .
After an investigation of pupil reactions to teachers in grades
four, five, and six, Sister Amatora concluded the following, "Since
elementary school pupils are fairly stable in their rating of teachers
anct exhibit a satisfactory degree of agreem nt and discrimination,
teachers in the elementary school might profitably use pupil ratings
as a mean of knowing how they stand in the opinion of their pupil~.
"Validity and reliability of the calc compare favorably with those
of other scales (used on the high school and college level) . The
reliabilities, computed by the plit-half method, for the seven area
scales range from .86 to .96" ( 1).
In a thesis prepared at Ohio State University, Hickmott state: :
"The aim of this study was to draw up a student opinion in trument
and to check whether such an instrum nt was reliabl when used
in the fourth, fifth, and sixth grades.
"Correlations were made for ach group by the chance-half
method. Correlations range from .91 to .99. The grade level of the
group' did not influence the size of the correlation. Since the ratings
on this instrument are reliable, they ar also valid for the purpo of
this study. Validity and reliability, while not always synonymou , have
been shown to be related and mutually contingent in this ca " ( 24).
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There are other kinds of indications of reliability. For example,
the responses of students in different classes, studying the same
subject taught by the same teacher, will show remarkable agreement
with respect to the strong and weak point of the teacher. Thus if
the students in one English class rate a teacher in the 9 :00 A.M.
class as being outstandingly sympathetic but average in ability to
keep good control, it is most likely that the students in the ll :00
o'clock class will identify the same strong and weak points, as will the
students in all the other English classes of this teacher.
Another indication of reliability is found in the fact that a teacher
of a given subject-field receives higher ratings from classes studying
that subject-field than from classes outside his regular subject-field.
In many cases that have come to the writer's attention, the reactions
of students in the "regular" subject were more favorable than those
of the students in the "extra" subject. Two illustrations will serve
tv make this point clear. A history teacher who was assigned a class
in Latin failed to impre the Latin class favorably, if the rating
obtained from the Latin class are any criterion. The sets of reactions
received by a biology teacher from biology classes were more favorable
than the reaction from a history class which was an extra assignment.

2.

Valid ity of Student Reactions

A test or rating cale is said to be valid if it measures what it
is supposed to measure. A questionnaire designed to evaluate student
opinion is sub jcct to this question: "Does it produce a valid measure
of student opinion?" The answer is "Yes." The opinions expres ed
by pupils through the use of a student-opinion questionnaire are as
valid as they are reliable since in this situation validity is synonymous
with reliability. The theoretical logic for this statement is expressed
thus by Kelley, "If competent judges appraise Individual A as being
as much better than Individual B as Individual B is better than
Individual C, then it is so, as there is no higher authority to appeal
to" (25).
If the members of a class agree that a teacher is unsympathetic,
that verdict must be accepted as a true expression of their opinion.
It could be accepted as little else. If pupils agree that the work is
interesting, the verdict is probably a true representation of what they
believe on that point. If pupils agree that they see no value in what
is being taught, it is difficult to challenge that judgment. Students
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are capable both of having opinions and of giving reliable reports on
these opinions. They are the final judges of what they think and feel.
If one accepts the proposition that students' opinions are both
reliable and valid, a second question having little to do with the
validity of the opinions must be faced, namely, "Are their valid
opinions true?" For example, assume that students agree that a
given teacher does not have good knowledge of his subject. If they
agree among themselves on this, we must accept that verdict as a
reliable and valid ind x to what the students think. We can appeal
to no higher authority on what they think. Even though they are
convinced that this teacher does not have a good knowledge of the
subject, their conviction may be in error. For example, it may be
possible to show by objective examinations that this teacher does
have a thorough knowledge of his subject. By this process it might be
possible to prove that the students arc mistaken in what they think.
Mistaken or not, their opinions are extremely important, for their
unfavorable opinions arc a barrier in the way of ideal teacher-student
relationships.
If pupils believe that a teacher is unfair to them, they may be
correct or they may be incorrect. They may have such opinions because the teacher is unfair. On the other hand, they may feel that
way because they failed to place the proper interpretation on the
procedures used. Such an unfavorable opinion, whether correct or
incorrect, would tend to block the full effectiveness of the teacher.
If most of the pupils in a class are prejudiced against a method that
is used or against an action of the teacher, it is desirable to detect and
eliminate the prejudice if proper student-teacher relationships arc
to be maintained. The teacher who works effectively with young
people is not the kind who allows prejudices and misunderstandings
to flourish.

Granting the possibility that the opinions of students might be
based on misunderstanding, one should not jump to the conclusion
that this is a common occurrence. If it were, one could expect teachers
to say that pupils arc often unfair in their judgment. In a study (7)
made by the author, 75 teachers who had twice obtained the written
reactions of their students, were asked this question: Do you think your
pupils wer fair in their judgment ? Of the 75, 73 aid "yes." Eighteen
fourth, fifth, and sixth grade teachers were of the same opinion about
the reactions of 479 pupils in an.o ther study. "With the exception of
one teacher, all thought thcir pupils had been fair in marking the
statements" (24).
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3.

Similarity of Ratings on Different Questions

Raters tend to rate the same individual similarly on all traits. In
1920 Thorndike noticed this phenomenon and used the term "halo"
to identify it.
But "halo effect" is not the only factor that tends to produce
similar ratings on different trait . Ther is a positive correlation between desirable traits. onversely, there is a positive correlation betv•een undesirabl traits. For example teacher B, page 14, received the
low average of 65 on ability to maintain discipline. Among student
comments are these: "Get some plan to keep the class quiet and
at work. Sometimes too many children around his desk. When he
is talking to one person, you can't hear because the others are making
too much noi. e. He should give the assignment to all at once instead
of allowing the students to run to the desk and ask what the assignment
is." With such confu ion going on in the room, the students' opinions
on other items like "ability to explain clearly," "student liking for
the teacher," "student liking for the subject," and their opinion of
this teacher's "general teaching ability" are aU bound to suffer. If
this teacher were to demonstrate the qualities and understandings
that would result in good discipline, student reaction to the other
items should and would be affected favorably.
The value of asking a series of questions, when getting student
opinion , lies in the fact that students can point to strong and weak
points in spite of "halo effect." If Teacher B, page 14, wanted to
improve his prestige with pupils, the logical place to start would
be with item 4 (discipline) as this was the item on which he received
th-.: lowest rating. In contrast, this is the item on which Teacher F
received close to the highest rating. The lowest received by Teacher
F falls at item 8 (amount students are learning). The comments
of the students reveal why they thought they were learning little:
"Wastes time. Always out of room. Reads while we do nothing.
Spending too much time talking to other teachers. Talks to a stranger
half the period."
The lowest rating received by Teacher H falls at item 3, fairness
in marking. Si.-< of the student commented that she "does not treat
the students alike." Even in the case of Teacher D, who received
unusually low ratings, halo effect did not reduce a high rating on
item 9 (work required of students). These examples reveal that
pupils can and do distinguish between strong and weak points of a
teacher.
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The following conclu ion was reported elsewhere by the writer
after a study of "halo effect" in student ratings: "Both junior and
senior high school pupils are able to point out specific weak and
trong points in a teacher's personality and methods to a degree that
makes it worthwhile to obtain ratings on a series of items in addition
to one rating on general teaching ability . . . 16.2 percent of the
average ratings by senior high school pupils of this study show statistically signficant differences when the ratings on pairs of items are
compared, and 8.4 percent of the average ratings by junior high
school pupils of this study show statistically significant differences
when the ratings on pairs of items are compared. These percentages
represent much more discrimination than was shown by the school
admlnistra tors" ( 13) .
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IV. Student Reactions as Valid Indices t o
Teacher Effectiveness in the Cl assroom
The proposition that student reactions are valid indices to teacher
effectiveness is supported by ( 1) the fact that a test of a teacher is
the effect he has on students, (2) the testimony of school administrators, ( 3) the results of research studie , and ( 4 ) the observations of
parents. Each of these points will be discussed in tum .

I. The Test of a Teach er is the Effect He Has on Students
One method is better than another if it enables the user to stimulate greater interest in students or in some way helps students to
learn more effectively than they would learn otherwise. A test of the
degree to which a teacher possesses a certain personality characteristic is the impact of that characteristic on pupils in the classroom.
For example, the degree to which a teacher is "sympathetic" depends
on the degree to which pupils feel that quality as they live with the
teacher. How sympathetic the teacher may be to other teachers or
administrators is itTelevant when the issue is the ability of the teacher
to influence pupils. By this process of reasoning, one arrives at the
proposition that th test of a teacher is the effect he has on students.
" I t may be said, then, that teaching is effective to the extent that
the teacher does things, or behaves in ways that arc favorable to
the development of skills, understandings, work habits, desirable
attitudes, and adequate social adjustment on the part of the pupils
or students" (37).
In Chapter II student reactions to eight teachers are presented.
Consider the contrast between student reactions to Teacher C and
Teacher D. The pupil-teacher relationship is excellent in one situation
and bad in the other. The pupils respond positively to the personality
of the one teacher and negatively to that of the other. The students
think the classes of the one are stimulating while the classes of the
other are boring and monotonous. They believe that the one gives
clear explanations and the other does not. In the one case many of
the effects of teaching on most students are desirable; in the other the
effects on most tudents are undesirable. Can there be any doubt
that Teacher C is having a better effect on pupils than Teacher D?
A logical question which follows the proposition that the test
of the teacher is the effect he has on students is, "What is the most
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practical w y to g t information on the effect a teacher is having on
tudents- by means of writt n tudcnt reactions or by means of the
cl room observation of train d, professional judges?" L t's be more
spe ific and refer to the specific factors in question. Do the students
know whether or not the teacher is enthusia tic, or can the professional
judge better determine that? Enthusiastic when and for how long?
Do the students know whether or not the t acher exhibits self control?
If control while the prof sional judge is present or self control
day after day, week after w , and month after month? Who can
better det rmine whether or not the teacher is fair and friendly in
treatm nt of pupil ? \' ho can b tter d termin how much help pupils
get on their p rsonal probl ms?
Thi writer agrees that writt n student opinions combined with
th opinion of profe sional ob rv rs are bett r than th opinion
of ith r the student alone or a prof ional judge alone. However,
u tom and tradition ause on to place great r liance on the contribution that the profc · ional judge an make and littl reliance on the

THE TEST OF THE TEACHER

The test of the teacher is the effect he has on students, not his age,
degrees, or appearance. Students live with the teacher daily and know
what effect he has on them. They know whether they are inspired or
bored, whether they are werking or loafing, and whether they are eonfused or working with dear purpose.
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contribution that student can make in producing information on the
effect teachers have on students. In this connection, one needs to
consider the advantages that students have over the professional judge.
The time factor is greatly in favor of the students. They live with
the teacher daily and know by long experience about the degree to
which the teacher is fair, sympathetic, cheerful, enthusiastic, or stimulating. They are well acquainted with the discipline that exists and
they know whether or not that discipline results from fear or fair
treatment.
The professional ob erver who spends much time in the classroom
is rare. Even when this expensive procedure is paid for by an educational foundation, the time actually spent in a. given classroom is
relatively little. Unless he spends as much as a half day at a time
and does so more than once or twice, he is likely to see a situation
which is greatly influenced by his presence and therefore not typical.
Symonds illustrates this point thus: "The conclusion was reached that
teachers are able to disguise their feelings and attitudes and that it
is extremely difficult if not impo ible to see the real teacher in a
visit of short duration. When a stranger comes into the room the
teacher may apparently carry on without altering her procedure in
any way, but actually she is very sensitive to the presence of an
0bserver and puts her best foot forward.
"One teacher at the beginning of the morning gave the observer
the impression of being very effective and successful. She was understanding, sympathetic, tolerant. She had a sense of humor and good
rt:lations with her class. On first impressions, she seemed to be following all the principles of good mental hygiene in the classroom.
But as the morning wore on the class disintegrated right under the
observer's gaze. Gradually this teacher lo t control, and at the end
of the morning the class was a bedlam. Here was a teacher who had
the capacity to disguise her real self to the observer" (39). The
reverse of this is also true. Many a teacher can testify that everything went wrong during an observer's visit and the observer left
without coming close to seeing the teacher and class members as
they usually are.
The situation is further complicated by the fact that even when
a professional observer does note the pre ence of unfavorable behavior or the absence of a desired factor, he has no way of knowing
the effect on students of the presence or absence of this particular
factor. On this point also, Symonds makes a worthy observation :
"Almost any element in what is believed to be good teaching might
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be absent provided it was made up by other facton;. I have seen
successful teachers who were effusive in giving praise, but I have
also seen successful teachers who never seemed wholly satisfied with
what the children in their classes do" ( 39) . If a professional obseJ:Ver
notes that a teacher works at getting as much information as po!LSible
about each pupil, he might well give the teacher credit for this kind
of behavior. However, any good procedure can be abused, and con!equently have an effect on students which is opposite the intention.
For example, Miss Gray considered herself a counseling type of
teacher. Concerning her Bush said, "In trying to help children with
their personal problems, she mothered them to suffocation. One pupil
said of her, 'I wish she wouldn't be so pokey, stick her nose into
everything and find out all about us. I wish she wouldn't try to
motl-.er us' " ( 16). Note the similarity of the case of Teacher H, Table
4, page 18. Also, in some classrooms, a few procedures are used over
and over, month after month, with resulting loss of pupil interest
because of the absence of change and variation in teaching methods.
It is difficult to see how a professional observer, without obtaining
written student reactions, can learn whether or not a good teaching
procedure is being abused, and consequently having an effect on
students which is opposite that intended.
There is also another advantage that student observers have over
a professional observer. The opinions of many students can easily
be combined. In contrast, the opinions of only one or two professional
observers can usually be obtained. The signficance of this difference
in numbers is made clear by Ryans in these words: "As was suggested by the fable of the blind men and the elephant, the concepts
we espouse vary greatly from individual to individual. Individual
A's concept of a good teacher depends first on A's past experience and
the value attitudes he has come to accept and, second, on the aspects
of teaching that may be foremost in his consideration at a given time.
Pupil F may, therefore, differ widely from pupil G in what he thinks
contributes to being an effective teacher. If pupil F is relatively
bright, academic minded, and well adjusted personally, he may value
most the teacher who is serious, rigorously academic, and relatively
impersonal. If pupil G, on the other hand, is more sensitive and study
comes a little harder for him, he may find the teacher just described
literally impossible. In the mind of pupil G, the better teacher may
be one who is basically weaker from the academic standpoint, but
one who demonstrates behaviors that may be referred to as sympathetic,
friendly, understanding, and the like. Similarly principal X and prin-
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cipal Y, or parent M and parent N, or college professor Q and college
professor R many consider quite different attributes in conceptualizing
the effective teacher.
"Data being compiled by the Teacher Characteristics Study suggest that the combination of teacher characteristics is not identical for
elementary and secondary school teachers, and that within the secondary school the pattern of traits is not the same for mathematics
teachers as it is for English teachers. Interests, attitudes, and viewpoints differ with the milieu with which the teacher associates himself" (37) .
It would be interesting to compare, with reference to a given
::lass, the opinions of 30 professional observers, and the opinions of
30 students who are members of the class. In practice, however, one
either chooses between the reactions of the large number of students
and one or two adult observers or combines the observations of both
students and adults when judging teacher effectiveness in the clas room.
2.

Administrators Agree That Good Teac:hers
Stimulate Good Student Reactions

Most principals agree that their opinions of teachers are based
to a great extent on the attitudes that students express, both directly
and indirectly, concerning their teachers over a period of time. In order
to get a little insight into the process, one may consider the new
teacher who enters the school stystem. Before long, students are heard
making comments or behaving in ways that reflect a good or poor
impression of the new teacher. Parents who are contacted at school
or away from school make comments which are favorable or unfavorable (which, of course, the parent gets from his child). The
principal is faced with situations at school involving both the teacher
and student which reflect the kind of influence that that teacher has
on students, that is, the kind of student reactions the teacher is stimulating. Whether or not the principal is conscious of these influences,
they have their cumulative effect. In a comparatively short time,
very probably without having observed him teaching in the classroom, the principal has formed many opinions concerning the teacher.
And one may ask, Is he not justified in forming impressions in this
manner? Is it not true that there is some serious weakness in the
personality or methods of the teacher who cannot command the
respect and confidence of his students?
While serving as a high school principal a number of years ago,
as part of a research project, this writer had the experience of
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obtaining written student reactions from the classrooms of the
35 teachers on that staff. Two of these 35 teachers were held in
much higher regard by students than by the writer. The reverse was
true of a third teacher. A special effort was made in succeeding months
through observation in the classrooms of these several teachers, and
through conferences and other means, to learn more than was formerly
known about them. The final conclusion in all three cases was that
students were right and the writer had been mistaken because of
inadequate information. The conclu ion was then reached that student
reactions are the best available index to teacher effectiveness in the
classroom. AU the information presented in this bulletin lends support
to that conclusion. If there is reliable information in conflict with this
proposition, it has escaped the attention of this writer.
Of course a few administrators will claim that what students
think of a teacher means nothing to them. Their claim, however,
would be contradicted by their behavior if they could be faced with
some actual tests. For example, when evaluating candidates for a
position on their staff, these administrators would promptly eliminate
any candidate whose credentials revealed that in the past pupils
agreed that the candidate's teaching ability was poorly regarded.
Probably few employers of teachers could long retain positions as
employers if they actually made a practice of recommending for
employment teachers who were held in low regard by students.
All the many administrators with whom the writer has discussed
this problem have conceded that their opinions of the merit of their
teachers is based to a considerable degree on the student reactions
that have come to their attention in the normal course of working with
students and teachers. They concede that a systematic evaluation of
student reactions, by means of a student-opinion questionnaire,
is a much mor reliable means of evaluating classroom effectiveness
than the unsystematic way in which information normally reaches
them.
Nothing that has been said here should be interpreted to mean
that principals and other supervisors have little to offer in evaluating
teacher effectiveness. Their opinions as well as those of students have
an important place in evaluating teacher merit. Even though students
have many advantages over administrators and supervisors in knowing
what takes place in the classroom from day to day, and what effects
the teacher has on students, one must not overlook the fact that the
administrators view teachers from different vantage points with somewhat different standards and criteria in mind. They are in a much
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better position that students to know how well a teacher cooperates
with other staff members and the administration, and the extent to
which the teacher participates in community affairs.
The writer has presented correlation coefficients showing the
extent of agreement between pupils and administrators revealed
by correlating the average ratings of pupils with the ratings of
administrators ( 13). These data justify the following conclusions:
"1. On both the junior and the senior high school levels, the
agreement between pupil groups, as determined by correlating
the average ratings obtained from chance-half pupil groups,
is greater than the agreement between pupil groups and administrators.

The c;ombined ratings of two administrators show more agreement
with the average ratings of pupils than the ratings of one administrator
show with the ratings of the other.
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"2. The amount of agreement between the ratings of senior high
school administrators and pupils seems to exist in proportion
to the degree of personal contact that the administrators had
with the teacher and pupils. The principal is new to the
school and, therefore, not well acquainted with the teachers
or pupils. The superintendent's office is far removed from the
high school and maintains little personal contact with the
teachers; therefore, it would appear improbable that the superintendent's ratings would agree as closely with the ratings of
the pupils as those of the assistant principal, who had had
personal contact with the pupils and teachers over a period of
years. The average correlations (corrected for attenuation)
for five items are:
r

Pupil-Assistant Principal
.80
Pupil-Superintendent
.30
Pupil-Principal
.15
"3. The ratings of the senior high school assistant principal show
closer agreement with the average ratings of pupils than with
the rating of either of the other administrators.
"4. The average ratings of the senior high sohool administrators
.how more agreement with the average ratings of the pupils
than the ratings of one administrator show with the ratings of
either of the others.
"5. On three items out of five, the a erag ratings of the junior
high school principal and assistant principal agree more closely
with the average rating of pupils than the ratings of the
principal agree with those of the assistant principal" ( 13).
Other investigators have found a considerable relationship between
the ratings of administrators, teachers and students. Boardman (4)
reported a !\upcrvisor-pupil correlation of .56. He claims a reliability
of .81 for pupil ranking against .88 for supervisor ranking of the
same teachers. Knight (26) found a correlation of .68 between pupils'
rating> of teachers and teachers' ratings of each other.
Two of the conclusions reached by Brookover are: (a) "Ratings
by two administrators of a given teacher on a common scale show
very low correlation ( .245), and (b) Mean ratings by students show
a much clo er agreement with means of two administrators' ratings.
Correlation i .631 for a limited number of cases" (6).
Following are some of the observations that may be made as
one compares ratings by students with those by administrators.
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1. More research is needed. One wonders why so important a

matter as evaluation of teacher merit has not been the subject
of more research.

2. It is generally not possible to get the opinions of more than
two administrators who really know enough about a particular
teacher's effectiveness in the classroom to make reliable judgments. Even these few generally have only that knowledge which
reached them indirectly, for they spend little if any time in the
classrooms of most of their teachers.
The very fact that one attaches so much importance to
the opinions of only one or two administrators makes it
obvious that most of us place much higher value on their ratings than we do the opinions of one or two students.
It is significant, as indicated by the figures just reported,
that the ratings by administrators of the same teachers do not
generally show much agreement. It is also significant, as
shown above, that the combined ratings of two administrators
correlate much higher with mean student ratings than the
ratings of one administrator correlates with the mean of
student ratings. One is justified in raising this question: If it
were possible to get ratings from ten or twelve administrators,
would the mean of their ratings show a high degree of correlation with the mean of student ratings? The limited information available points in the direction of an affirmative
answer.
3. Students have a great advantage over the administrator in
knowing what actually happen in the classroom. Students
live with the teacher daily and see the teacher as he really
is. Students know whether they like or dislike the teacher,
whether they are inspired or bored, whether they are working
or loafing, and whether they are confused or working with clear
purpose. When these responses from half of the tudents are
averaged and correlated with the responses from the other half,
high reliability coefficients result. It is hard to see how these
reliable averages can represent anything other than an index
to the effects of teaching on students.
4. In the most comprehensive study made to date (see page 37 )
the ratings of pupils correlate higher with the criterion (desirable changes produced in pupils) than do the ratings of
aclministra tors.
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5. In the light of pr ent knowledg , one is justified in concluding that the reactions of many students are a better index
to teacher merit in the classroom than the ratings of one or
two administrators. How ver, it must be remembered that the
worth of a teacher in a school organization depends also on
the cooperation of the teacher with the administrators and
oth r staff m mb rs and his value as a staff member in the
community. Students are usually not in a position to know
anything about factors of this kind. It follows that a combination of the ratings of pupils and administrators is a better
index to teacher merit than the ratings of either pupils alone
or administrators alone.
3.

Research Studies Indicate Student Reactions Are the Best
Available Index to Teacher Effectiveness in the Classroom

The North Carolina study, which was directed by McCall (28),
supports the proposition that student reaction are a valid index to
teacher efTectivene in the classroom. This study of the measurement
of teacher merit is the most compr hen ive published to date. The
criterion of teacher merit used in tlus investigation is one that most
educators would readily accept, namely, the teacher's proven ability
to produce desirable growth in pupils.
"The general plan of the inquiry was to measw·e comprehensively
the growth produced in each class, to weigh the clements of growth
according to importance, to ccure a single composite figure for all
the growths made by each clas , to correct this weighted crude growth
for the capacity of the cia to grow and for differences in class size
if the latter appeared to influ nee growth, and th n to correlate a
large number of measures of teacher's traits with this purified criterion
of each teacher's worth as a teacher" (28).
The re earch was conducted in the schools of Guilford ounty,
North Carolina and in two nearby cities, namely Greensboro and
High Point. A total of 73 sixth-grade teachers and 2,164 ixth grade
pupils participated in the investigation. The growth that took place
was mea ured from ev ty practical and conceivable tandpoint. The
testing program was o comprchcnsiv , xpensive, and time consuming, that similar procedures would be impractical in normal situations.
Nine test batteries were administered in the classrooms of the 73
teachers in September and May. One of the nine test batteries dealt
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with social behavior: "The teacher rated every pupil in the class
on a scale of nine steps according to the frequency with which the
pupil exhibited five major personality or character habits (Is Clean,
Keeps Temper, Has Good Manners, Is Very Kind, Is Good Citizen).
Also every pupil rated every other pupil and the teacher on this
same scale" (28).
After each of the 73 teachers were assigned a criterion score-a
score representing his ability to produce desirable changes in pupilsMcCall sought answers to questions like these: I the amount of
training a valid index of teacher merit? Is the rating of teachers
by their principal a valid index of teacher merit?* Are pupils'
ratings of their teachers on the Social Behavior Scale a valid index
of teacher merit? Are the college marks earned by the teacher a
valid index to teacher merit? Among the other factors investigated
arc professional knowledge of the teacher, social participation, intelligence, word knowledge, age, ex, and amount of experience.
Little or no relationship was found between the factors listed
above and teacher merit with one exception, namely, pupils' ratings
o! their teachers on the Social Behavior Scale. Concerning this factor,
McCall said, "At last we find som professionally competent judges
of teaching skill, namely, the teacher's pupils, especially after they
have been taught by the teacher for nearly a year. Out of the mouths
of children comes more accurate judgment of teachers than that
rendered by their peers or superiors, and, if our criterion is valid,
they appear to have a truer idea of what constitutes good teaching
than professors of education" (28).
"The difference-in-quotients method of correlation was employed,"
said McCall, "partly because it readily permitted the amount of
correlation to be expressed as a percent. This is much more comprehensible to lay-readers than the coefficient of correlation, hence,
less likely to be mi interpret d by them" (28 ) .
The amount of correlation between pupil rating of teacher (on
manners, temper control, kindness and good citizenship ) and the criterion (a score repre enting ability of teachers to produce desirable

*

Each principal was asked to state the number of teachers in all grades in
his school and give the rank of each sixth grade teacher as compared with the
~ntire group. A rank of "1 " would indicate that the sixth-grade teacher was
the best in the school. The rank given each teacher was subtracted from the
total number of teachers in that teacher's school and then the difference was
divided by the total number of teachers .in the school. Thus, the principals'
ratings for all the 73 teachers in all schools were roughly comparable.
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change in pupil ) rang for 33 to 39 percent, which percentages
are increased to 53 and 59 when corrected for attenuation. Table 6
shows how these percents compare with those obtained when factors
other than pupil ratings were correlated with the criterion.
Table 6
PERCENT OF CORRELATION EXISTING BETWEEN
THE CRITERION (SCORE REPRESENTING THE ABILITY
OF TEACHERS TO PRODUCE DESIRABLE CHANGES IN
PUPILS) AND VARIOUS OTHER FACTORS
Percent of Correlation
Factors

Not Corrected
for Attenuation

Corrected for
Attenuation

12
10

18
15

6

9

Years of Teaching Experience
Amount of Training
Professional Knowledge Test
Taken by Teacher
Rating of Teachers by Their
Peers
Rating of Teachers by Their
Principals
Rating of Teachers by Their
Pupils

-11

-6
33-39

53-59

It should be noted that the sixth-grade pupils in McCall's study
were asked simply to indicate feelings about items like manners and
kindne of their teachers. These are items that relate to classsroom
climate and pupil-teacher relations. This study shows that there is
a relationship between teacher merit and good pupil-teacher relations.
This is not surprising. Psychologi ts and educators have long accepted
tltis as a fact.
Corey and Beery, who investigated the relationship between
attitude toward college subjects and liking for the teachers who
taught these subjects in high school, drew this con lusion:
"It seems that disliking a high school teacher, even though the
subject he taught was liked, i enough to discourage pupils from
electing to continue with the study of that subject in college. Out of
thirty-one instances of popular high school subjects taught by unpopular teachers, there were only four cases ( 13 percent) where the
subject was elected for continued study in college. On the other hand,
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where both teacher and subject were well liked (292 cases) there
were 190 instances (65 percent) of electing to continue with the subject in college. When neither the subject nor teacher was liked (82
cases), only four students (5 percent) elected to continue the subject in
college" ( 17 ) . These data show that a feeling of like or dislike for a
subject or teacher, rather than disappearing shortly after pupils leave
the teacher, is consciously or unconsciously carried with them and is
an important factor in conditioning later interest in the field.
After a study of student-teacher relationships, from the point of
view of personality conditioning, the Duncans (20 ) reported: "We
find that students acquire personal biases, bitter prejudices, unreasoning likes and dislikes, and other mental acquisitions through association with certain types of teachers and that they retain these. These
rP.actions they transfer to other persons, who happen to resemble the
former teacher or display some of thi person's characteristics, to the
subject which the teacher taught, and even the places associated with
the instructor. Thus, these secret controls serve to warp and distort the
personality of the student and to affect his socialization into groups of
which he later becomes a member."
Bush ( 16), after making an investigation of the teacher-pupil
relationship, says, "The findings of this study suggest that the personal liking of a pupil for his teacher is one of the most powerful
factors in bringing about an effective learning relationship between
the teacher and the pupil . . . The study shows clearly that those
teachers who are most liked personally by their pupils tend to be the
most com;>etent. Pupil liking for the teacher is highly related to pupil
liking for the subject and the subject-matter achievement. There is
a marked tendency for those pupils who most like the teacher to
feel that they are learning more. 'More is caught than taught' is
common wisdom, which may be observed readily in pupil who have
a ·crush' on a teacher and copy speech, mannerisms, and dress. Social
osmosis seems to occur. Less obvious, but just as real, is catching of
ideas, feelings, and points of view."
The most significant point about the results of the North Carolina
Study just mentioned, i that pupil reactions to these teachers on a
limited number of factors (keeps temper, has good manners, is very
kind, is good citizen) have a greater degree of relation hip with
teacher merit than do the judgments of principals and fellow teachers.
Even though these qualities are present in the ideal teacher, the ideal
teacher must have many qualities and abilities in addition to these. A
teacher can be effective without being outstandingly "kind" because

38

SIGNIFICANT INDEED!

-

--

~

~E:
,_

;;::::;:;;

2

~[

LA'MSOV\..

:

;

}

'

r

The most significant point about the results of the North Carolina
study is that student reactions to their teachers have a greater degree
of relationship with teacher merit than do the judgments of principals
or fellow teachers.

this lack can be partly counter-balanced by a good supply of other
desirable qualities and abilities. As pointed out under the caption
"Similarity of Ratings on Different Items" on page 24, students can
and do make these distinctions in their reactions to teachers. Later
in this chapter, Murray is cited as an example of a teacher who was
rated by students as being low in "general teaching ability" and high
in "sympathy and. kindness."
4.

Parents Judge Teachers by the Reactions of Their Children

No research study can be cited to substantiate the proposition
that parents judge teachers by the reactions of their children. Perhaps
the reason no one has ever bothered to make a systematic investigation
is the absence of doubt. The experience of teachers and administrators
are so completely in harmony with this proposition that it is accepted
as self-evident.
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Most writers on public relations in our schools assert that good
public relations "start in the classroom." They state that one of the
best ways to make parents feel that staff members are doing a good
job is first to convince students that the teachers are doing a good job.
Writers on public relations express no doubt about the proposition
that unhappy, critical and resentful students are poor public-relations
agents in the community.
The author once recommended for employment a young teacher
who did not realize that parents view a teacher through the eyes of
their children. He happened to have other deficiencies-many of
them. Before the end of his first semester students were coming to
the office to request permission to drop his course. They said they
considered the class a waste of time because they were confused and
were learning nothing. In an effort to be helpful, the principal recommended that the teacher get the reactions of his students in writing
by means of a student-opinion questionnaire. This he did. But, on
learning how negatively the students were reacting to his teaching,
he said, "The trouble with my students is that they don't know good
teaching when they see it. My teaching is designed to meet their
needs and interests." Nor did he seem to be bothered by the question:
''Would so many of your students be convinced that they are confused, uninterested, and learning nothing if you were really meeting
their needs and interests?"
On parents' visitation day, which was scheduled hortly thereafter,
many of the parents visited his classes. He came, on his own initiative,
to the office the next day and commented somewhat as follows: "I
am disturbed over the fact that the parents who visited my classes
yesterday were critical of my teaching. Some were blunt in saying
that they felt their sons and daughters are getting little out of my
classes. Their critical comments were completely unexpected. I felt
that I was doing all right." When asked why he assumed that parents
would express satisfaction in spite of the fact that students had been
critical, he said, "I believe that students don't know enough to offer
valid criticism. Parents do. Furthermore, I realize that I am no asset
on this staff so long as parents feel that I am not doing a good job."
Before the school year ended this young teacher succeeded in
getting a good position in another school system. This was not surprising in view of the glowing recommendations that his university
professors had written for him. After another year of unsuccessful
teaching in the new position, he left the teaching field permanently.
Few teachers or administrators, who have worked long with stu-

dents and their parents, will question the assertion that parents'
opinions of the worth of teachers are based largely on the reports
students take home. This writer has yet to meet even a teacher who
can see much medt in another teacher under whom his son or daughter
has experienced frustration and failure. On the other hand it is not
uncommon to hear a parent say, "In spite of what others may say,
Miss Brown rates high with me. he did more for my son than most
teachers have done. I wish my son could have more teachers like her."
The teacher who is held in high regard by students is likely to be
held in high regard by parents, and thereby makes a contribution to
good school-community relations. One aspect of teacher merit is
ability to contribute to good school-community relations. This does
not mean that a teacher or administrator should assume there is
necessarily merit in the criticism offered by one or two parents. Such
criticism may be based on ignorance. However, a teacher should take
a careful look at criticism that is voiced by a sizeable minority. If
negative reaction of parents is based on misunderstanding, they should
be given the information necessary to eliminate the misunderstanding.
II their reaction is based on undesirable effects on pupils of teaching,
some changes in the teaching are in order. As pointed out by Woodring, many of the vocal critics of today's schools "are parents who
first became disturbed by watching the effects of the schools on their
own sons and daughters. No significant and lasting progress in education can be made without the support of parents and other citizens"
( 47).
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V.

Arguments Against the Use of
Student Reactions

No attempt will be made to discuss all of the arguments that have
been voiced against obtaining written student reactions. Some of
these objections are based on misinformation and others are based on
the assumption that the results will be misused. Five of the most
common objections to the use of student-opinion questionnaires are
here discussed.

I.

Professionally Trained Adults Are More Capable
Than Students of Making Valid J udgments

This generalization covers much territory, entirely too much. On
the surface it appears sound, but it needs analysis.
"Professionally trained adults are more capable than students of
. . ." What "students" are we talking about? If by "students" one
means kindergartcners and pupils in the early elementary grades, the
statement is true, for most of these little folk cannot read well enough
to answer a pupil-opinion questionnaire. If one is referring to pupils
above the fourth grade, the statement is not necessarily true, for
most youngsters of this age can read, can answer a questionnaire,
and can give reliable answers as was pointed out in chapter 3 of this
monograph. What may be done to get information concerning the
effect of teachers on early-elementary pupils is discussed later.
"Professionally trained adults are more capable than students of
making valid teaoher judgments"-judgmcnts of teachers with respect
to what? "Valid ratings" on how well the teacher cooperates with the
administration? If the judgments are to be made on matters of this
kind. the proposition is true, for students are ignorant of such matters.
Does the proposition refer to "valid ratings" on pedagogical matters? For example, does it mean that professionally trained adults
are more capable than pupils of judgments on the relative merits
of pupil-teacher planning techniques versus lecturing as a method
of teaching? If so, the proposition is true. Immature students obviously
are not as qualified as teachers or professionally trained adults to
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evaluate the relative merits of different methols of teaching. This is
quite different from the question of their ability to evaluate the effects
of teaching on them in a given situation.
"Professionally trained adults are more capable than students of
making valid teacher rat.ings"-with respect to effects of teaching on
~tudents? What effects? Whether the students are interested or bored?
Whether they like or dislike the teacher? Whether they are confused
or working with clear purpose? Whether their morale is high or low?
Whether or not the teacher is fair or unfair in treatment of pupils?
Students are experts and an excellent source of information on their
own feelings with reference to matters like these. Pupils can give
reliable and valid reports on items of this kind without being experts
in pedagogy and psychology. One should refer again to the "behaviors"
listed on pages 12 and 13. Perhaps there are some items on this list
concerning which pupils arc a poor source of information. Certainly
they are capable of rendering reliable and valid judgments on most
of these factors and these ar the factors that the Committee on
Teachl"r Characteristics of the American Council on Edueation selected
as making the difference between effective and ineffective teachers.
"Professionally trained adults are more capable than students of
making valid teacher ratings"-with respect to the effect on students
of a harsh voice? Failure to constantly voice praise? Being too strict
and restrictive? ' hat is the effect of the presence or absence of any
particular factor of this kind when merged with all the other factors
in the total situation? What is the over-a]) effect of the teacher on
students? Arc professional judges more qualified to answer questions
of this kind than students? Must students be authorities on educational theories to give opinions of any value to these questions?
The answer is "No." The reason this is true with reference to many
kinds of questions of this nature may be illustrated by using television
s ts as an example. It do s not tak an expert to say that the picture
i unclear or the ound is not right. It does take an expert to analyze
the reasons and prescribe the solution to malfunction.
One is here dealing with the venerable adage, "The proof of the
pudding is in the eating." The child can taste and he can say whether
or not the pudding tastes good to him. It would be nonsense to say,
"Child, you dare not express your opinion on the taste of that pudding.
In doing so you are pre uming to have knowledge equivalent to the
experienced expert who made the pudding." The proof of the pudding
is in the eating, not in the number of years of experience of the cook.
The test of the televi ion set is in the performance, not in the age,
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degrees, knowledge or reputation of the builders. The test of teaching
methods is the effect on pupils, not the number of degrees, years of
experience, or knowledge possessed by the teacher.
"Professionally trained adults are more capable than tudents of
making valid judgments." Here the term "professionally trained
adults" seems to be equated with an equal number of students.
Does this mean, for example, that the 30 students in a mathematics
class are less capable of judging the effects of the teaching on them
than are 30 professionally trained adults? Or does it mean that 30
students are less capable than one professionally trained judge? The
i ue raised is an important one. As pointed out previously, pupil F
may differ widely from pupil G in what he thinks contributes to being
an effective teacher. Similarly, principal X and principal Y, or professor Q and professor R may have different ideas of the qualities
possessed by the effective teacher. Also, they may not agree on the relative importance of qualities that they may have named in common.
Is the judgment of one professionally trained person with respect to
the effects a teacher is having on students more valid than the
judgments of the 30 students who have been experiencing those effects?
It should be remembered that it is usually not practical to get the
opinions of more than one or two professionally trained judges.
When it is said that professionally trained adults are more capable
than tudents of making judgments, is it assumed that these judges,
regardless of the number, will have as thorough acquaintance with
the teacher performance in the classroom as the students? Before
rating teachers, the rater should be thoroughly acquainted with the
classroom performance of the teachers to be rated. The students
observe the teacher daily over many months. How much time should
the professional judge spend observing the teacher before he can know
as much about the teacher's performance as the tudent? Certainly the
competence of a person to express reliable opinions about the effectiveness of a teacher depends on adequate knowledge of that teacher's
performance. In this connection it should be remembered that few
schools have professionally trained judges who are free to spend many
hours during a year in the classrooms of all teachers on the staff.
Since few schools can afford to employ professionally trained
adults who have enough time to get thoroughly acquainted with the
classroom performance of teachers, the best practical way to get evaluations of teacher effectiveness is to use the opinions of students as well
as those of administrators and supervisor .

2.

As Students Become Older and More Mature,
Their Opinions of Teachers Change

orne t achers have be n known to say in effect "The pre ent
prejudiced, immature opinion of our pupils are of little importance
in comparison with the opinion that they will hold after they have
gained maturity and experi nee."
The implication is that pupils who are too immature to appreciate
the merits of a good teacher will revi. e these childi h judgments with
the passing of years and look back with pleasure that they were
fortunate enough to have teachers who would not permit juvenile
reactions to interfere with learning. If there is evidence to support
this opinion, the writer has been unable to find it. On the other hand,
there is evidence which r veals that only a small minority of persons
change their opinions of former teachers during post-school years.
At least two tudies have been made in an effort to answer the
question, "To what extent do pupils' opinions of t achers change
in later years?" One of these was made by Boyce and Bryan (5), who
asked each of 824 adult judg to elect two of the best and two
of the poorest teachers whom they had ever had and to rate these
as they would have rated them when they sat in the classrooms of
these teachers. Thi method of investigation can be criticized because
dependence is placed on the ability of adults to remember accurately
their chool-day e..xpericnccs and reactions. However, those who claim
that many pupils change in later years their opinions of teachers offer
no evidence to support their ass rtion.
In their report Boyce and Bryan state: 'It will be noted that 95
percent of those teachers (now oonsidered 'best' by the judges) received either the highe t or n xt to the highe t po ibl rating in
retro p ction ... Le than 2 p r nt of the 'poorc t' teachers were
credited with producin~ ex client benefits or were rated as liked at
th time the judg sat in their classrooms. The lowest or next-tothe-lowest rating was given to 79.6 percent of them. The remainder,
or 17.9 percent, were given a "neutral-average" rating . . . All the
data pre entcd lead to one in capable conclusion; namely, only a
small minority of the judges changed, to any significant extent during
the post-school years, their opinions of former teachers" (5).
Another study of th am question has been r port d by Reinhardt (31). According to her data, not more than ten teachers out
of a hundred can expect pupils to change their opinions about them
in later years. Even though the methods of procedure used in thit
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study by Reinhardt and the investigation of Boyce and Bryan are
dissimilar, the results are in close agreement. Elsewhere the writer
has made a detailed comparison of the data resulting from these two
investigations ( 15) .
As has been stated already, the tudy by Corey and Beery (see
page 37) led to the conclusion that a feeling of like or dislike
for a subject or teacher, rather than disappearing shortly after pupils
leave the teacher, is consciously or unconsciously carried with them
and is an important factor in conditioning later interest in the field.
Also we have quoted (page 38) the conclusion of the Duncans that
"students acquire personal biases, bitter prejudices, unreasoning likes
and dislikes, and other mental acquisitions through association with
certain types of teachers and that they retain these."
All these studies indicate that pupils have in later years much
the same opinion they had of teachers while in their classroom. Why
this is so is easy to understand. For example, assume that a ninth-grade
pupil feels that Teacher A is unfriendly and unsympathetic. He never
sees her again. Twenty years later he is asked what he thinks of
Teacher A. It is doubtful that an opinion other than the one he held
when he left this teacher could develop. Would it not be illogical
for him to reply, "When I was a kid, I thought that Teac.her A
was unfriendly and unsympathetic. Experience and maturity have
led me to see my error. I was mistaken in my judgment. I now think
she was friendly and sympathetic."
One may examine the statements of those who claim that their
opinions have changed in a manner that reflects r dit on the teacher.
It is probable that credit for the majority of these "changes" is erroneously attributed to the former teacher. If the re-evaluation has
been caused by post-school associations with the teacher, as is likely
to be true in some instances, the credit belongs to these post-school
associations rather than to the manner in which the teacher taught.
Probably in the greatest number of testimonial the credit for change
should be attributed to the adult experiences rather than to the teacher.
A few examples may serve to make this point clear. Assume that the
former pupils of Mr. Jones report later that they liked him a a person
but did not work hard enough while in his classes. One of them says,
"I wish I had taken the study of that subject more seriously. Mr.
Jones is wiser than I thought. He tried to teach us something which
I now need. How foolish I was !or wasting time. If I had the chance
to repeat that misused experience, I would really make something of
it. I have a new appreciation of that teacher."
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Should Mr. Jones really feel flattered and say, "Sooner or later
they all come to appreciate me?" Does a change of this kind really
reflect credit on the teacher? Was not the change actually caused by
post-school experiences rather than by the experiences for which the
teacher was responsible? Does not Mr. Smith, a teacher of the same
subject in the same school, deserve far more credit because he did
succeed in convincing students of the value of the subject and did
succeed in getting them to work while he was teaching them?
One may postulate an opposite situation namely that a represent:ltive of Mr. Jones's Conner students says, ''1 disliked Mr. Jones as a
person and feared him. However, he made us work, and we did not appreciate what he did for us. We are glad that he taught us something
in spite of the fact th::tt he had to use strong methods and incWTed our
dislike at the time. We appreciate him more now than we did then."
Does not Mr. Smith, who taught the same subject and accomplished
just as much without incurring the dislike of his pupils, deserve more
credit?
Excellent teachers arc appreciated both during their teaching
careers and in later years. They do not have to wait for the post-school
years to produce isolated compliments sprinkled with phrases like, "If
I had known then what I know now" or "If I had only done what
teacher tried to get us to" or "If I had not allowed my dislike for
that teacher to . . ." These oblique compliments should be classified
under the caption "too little and too late" rather than being uncritically and hurriedly accepted as belated proof of teacher merit.
Perhaps it is fortunate that there is justification for the conclusion
that the best teachers are those who bring about desirable changes
in pupils at the time the pupils are being taught. If this were not so,
it is hard to see how it would be possible to distinguish between good
and poor teachers. The committee which prepared the second report
on Criteria of Teacher Effectiveness stated, "Realistically, it seems
necessary to assume that changes at the time the pupil is under the
teacher's influence are significant to serve at least as a first approximation in evaluating teacher effectiveness" (36).

3. If Students Had Their Way, They Would
Change Schools Into Playhouses
One may wonder why so many adults make the completely
erroneous assumption that pupils, if they had their way, would prefer
teachers who would permit them to tum schools into playhouses or
"madhouses." This disparity between what pupils want in teachers
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and what some adults mistakenly assume they want has repeatedly
been impressed on this writer who teaches a graduate course entitled
"Improvement of Teaching in The Secondary School." One customary
concl•Hling activity has been a panel of guest high-school students.
£ach student is asked to describe one of the most helpful teachers
he has ever had. After this has been done and the teachers in the course
have had opportunity to ask questions and comment, each high school
student is asked to describe the least helpful teacher he has ever had.
At the conclusion of this kind of experience, the instructor of the cia s
will almost certainly hear one of the teachers say with an attitude of
unexpected and pleased discovery, "Why, those kids describe the ideal
teacher about the same as we have been doing in this course."
This disparity between what pupils want in teachers and what
adults sometimes mistakenly assume they want is illustrated by a comment made to the writer by an assistant principal in a high chool
which was about to initiate a study of student reactions to teachers.
The assistant principal said to the writer, \Vho was director of the
study, "You intend to rank these teacher in order from best to the
poorest as revealed by student opinion. This will be very unfair to Miss
Jones, who is perhaps the best and most effective teacher on this staff.
She will not get as good a rating as Mr. Murray, who is imply a good
natured time-waster who teaches little."
Upon inquiry the writer learned that this assistant principal had
never visited the classes of either of these teachers. When pressed for
the source of his knowledge, he answered, "I just know. You can't live
in a situation over a period of years without learning things like this."
Upon being pressed further, this assistant principal reluctantly con~:eded that his opinions were based on comments that came to him
directly and indirectly from pupils and parents over the years. The
writer asked him why he was concerned that his opinions, based on
occasional, hit-and-miss reactions of students, were more valid than
those the writer would get from the same source on a systematic basis.
His only answer was "I don't know why. However, I am sure the
results of your investigation will be unfair to Mis Jones."
A summary of the questionnaire results did give Mr. Murray a
higher rank in "sympathy" than that received by Miss Jones. On
this item he received his highest rating and she got her lowest. The
final ranking of the 35 teachers on the staff in the order of merit
as judged by students, placed Miss Jones third in the staff of 35, and
Mr. Murray 35th in the staff of 35. Most of the comments on Mr.
Murray went something like this: "He is a likable person but teaches
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little." "I elected thi course to get a snap credit." "Students learn
little in this course, but we have fun."
What qualities do students desire in teachers? Many investigations
have been made for the purpose of obtaining an answer to this
question. Beecher (3), after summarizing many of these investigations,
concludes that the qualities that students desire in teachers are fairness,
sympathetic understanding, cheerfulness, enthusiasm, respect for the
individual pupil, ability to hold interest, thorough knowledge, adequate control, and ability to give clear explanations.
In the preparation of his doctoral dissertation ( 13), the writer used
a student-opinion questionniare that incorporated most of the above
mentioned teacher qualities together with others. The results show
that pupils were critical of the teachers who were lax in discipline;
that they did not give the higher ratings to the teachers who gave the
easiest assignments; and that marks had little influence on ratings.
The items that had most weight with the pupils of this study in determining general teaching ability are: Amount pupils are learning,
Ability to explain clearly, Teacher knowledge of subject, Amount of
work done by the teacher, and Sympathetic understanding shown by
the teacJ1er.

HIGH STANDARDS DESIRED!

Students are critical of teache!'l who are lax in discipline. They do
not give the ~igh~r ratings to tea~hers who give the easiest assignments.
Marks have httle rnfluence on ratrngs.

49

The study by Bush ( 16) led to the conclusion that "Students like
teachers whom they regard as high in knowledge of subject (+.53)
and in discipline ability (+.58) and who allow th m working freedom
( +.52)." Other factors that correlate high with liking for the teacher,
according to Bush, are amount students are learning ( +.54), liking
for subject (+.59) and value of subject (+.54).
4.

The Use of Written Student Reactions Would Hove
Unfavoroble Effect on the Morale of Students

an

Teachers who have had experience with written student reactions
report no unfavorable effect on the morale of students. The results of
one study on this factor are reported in Table 7. These data were
obtained from 75 teachers who obtained written reactjons from their
students on two occasions during a two-year period ( 10}.
Table 7
RESPONSES OF 75 TEACHERS TO THE QUESTION,
"DO YOU THINK THAT OBTAINING STUDENT REACTIONS
HAD ANY FAVORABLE OR UNFAVORABLE EFFECT ON THE
ATTITUDE OF PUPILS?"
Teachers Responding

Possible Answers
1. Made pupils more critical
2. Made pupils harder to discipline
3. Seemed to have a desirable
effect
4. No observable effect one
way or another

Number

Percent

4

5

1

1

22

29

48

64

5. The Use of Written Student Reactions Would Have on
Unfavorable Effect on the Morale of Teochers
It is possible that the use made of written student reactions would
be a factor in determining teacher attitudes toward them. In Table
8 are reported the results of a study ( 10) in which 75 teachers obtained
written student reactions on two occasions during a two-year period.
These teachers used the results exclusively for their own purposes.
Administrators had no knowledge of the results.
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Table 8
RESPONSES OF 75 TEACHERS TO THE QUESTION,
"DO YOU FEEL THAT THE INFORMATION CONCERNING
YOUR STUDENTS' REACTIONS HAD ANY UNDESIRABLE
EFFECT ON YOU (EMOTIONALLY UPSETTING, UNCOMFORTABLY SELF-CONSCIOUS, LOSS OF CONFIDENCE)
EITHER THE FIRST OR SECOND TIME YOU USED THE
PUPIL-OPINION QUESTIONNAIRE?"
Occasion
First Rating
Second Rating

Yes

No

Negligible
Degree

Total Number
of teachers

5
3

63

52

18

75
75

9

These answers indicate that some of the teachers found it easier
emotionally to obtain student reactions the second time than the first.
Attention needs to be given to the question, "How would teachers
react if the results of a student-opinion questionnaire were to be
used in support of a merit salary schedule?" Undoubtedly, the answer
would depend on a series of factors. It is possible that teachers would
react more favorably to the use of student-opinion questionnaire
results than to ratings made by administrators. Also it is possible
that they would react favorably to the plan presented later in this
report. The answer to the question of how teachers will react emotionally to a merit-salary plan that involves (as one part) the ratings
of students cannot be answered until after such a plan has been tried
in a number of schools.
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VI.

A Recommended Plan for a Merit
Salary Schedule

No complete merit salary plan can be handed to a community
ready for use. Workable plans must be tailored to local conditions
and have the support of teachers, administrators, and the community.
A plan that meets the needs of one school system may differ in many
important respects from a plan that will meet the needs of anot·her.
The "plan" here recommended is the one that will result in a
given school system when the following principles and procedures are
used.

I.

The Merit Salary Plan Should Be Based on an Attractive
and Substantial Salary Schedule

Spreading inadequate salaries in different proportion will entirely defeat the main purpose of a merit salary plan. From the beginning it should be understood that a merit schedule will co t more
money. It will be money well spent if the result is improved teaching
in many classrooms, retention in the profession of a greater number of
master teachers, and a profession that is more attractive to talented
young people.
Merit is rewarded in different ways in communities that now have
merit salary scales. One procedure is to accelerate the superior teacher
on the regular salary scale (double increments) along with special
grants above the maximum. The later is done at West Hartford, Connecticut. uperintendent Thorne comments as follows on their plan:
"In recognition of unusual teaching ability and service to the chools
and community, the Board of Education may grant the teacher who
has reached the maximum an additional $500 per year. At the end of
three years, he is eligible for another $500, and at the end of three
more years a third $500, making a total of $1,500 above the normal
maximum. The award once given is continued from year to year" (48) .
A common practice among schools that have merit salary schedules
is to divide the schedule into three levels that overlap one another.
The first level, or classification for new teachers, represents probationary
status. The second level is the normal or standard salary scale for all
teachers above the probationary level. The third level is one to which
the best teachers arc promoted because of merit. Among the terms
used to designate the latter arc Career or Master Teacher Classifica-
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tion, Level Three, Division Three, Schedule Three, Super-maximum
Schedule, Distinguished Service L vel, and Awards for Notable Service.
2.

Faculty Members Should Participate in Formulating Policies

No merit salary should be adopted without the approval and support of three groups-the school board, the administrative personnel,
and the profe sional personnel. Teacher should participate in formulating plans and policies. Also, the teachers should be represented
on a Merit Board. The term Merit Board here refers to the committee
charged with respon ibility for recommending promotions from one
salary-scale level or Ia sification to the next.
At Glencoe the Career-Teacher Plan is administered by a Personnel
Committee (or merit board), which is composed of the Superintendent,
Assistant Superintendent, chool Principals, one member of the Board
of Education, and four clas room teachers, one from each chool. A
two-thirds vote of the faculty is required for the election of a classroom teacher to the Personnel Committee.
Fosdick emphasizes the need for teacher participation in the formulation of an appraisal program in thes tatements: "As one who
has given concentrated attention to chool personnel problems and
methods for improvement during recent years, 1 frequently shudder
when I ee the apprai al instruments developed by many local committees. My smug sC'nse of superior knowledge always takes a plunge
when I talk to teachers and admini trators from the e districts and
find that even the 'worst' devices arc working atisfactorily from the
standpoint of higher staff morale, increased staff cooperation, and
improved instruction.
"I have seen several faculty groups 'explode' in resentment over a
'rating' plan prepared by their governing board. On the other hand,
I have seen faculty committees composed of teachers, administrators
and board representatives come up with instruments havinrr characteristics identical with those that had brought conflict in other
districts. When teach r participated in the planning, the sam program resulted in high morale and a relatively successful appraisal
program- real succC'ss i born in wide participation during formulation of the program" ( 21).
3.

Student Reactions Should Be Processed by an Outside Agency

The steps through which student reactions can be processed by
an outside agency may be these;
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a. A representative of the Merit Board would a k an outside
agency to process th student r actions from a pecified number of classrooms. Th • outside agency" might b any college
or university prepared to render the needed service.*
b. The out ide agency would mail the needed numb r of studentopinion questionnaires tog ther with one large self-addressed
envelope for each classroom.
c. A representative of the Merit Board would distribute the questionnaires and envelope to the cla srooms where they are to
be used. Sets of reactions from at least two clruses of each
participating teacher is suggested.
d. On a specified date the students would answer the questionnaires. During the 15 or 20 minutes required for this purpose,
some person other than the regular teacher would pre ide.
Teachers might exchange classrooms or follow orne other
previously announced plan. A soon as coli cted in each room,
the que tionnaires would be placed in an envelope, sealed and
mailed to the outside agency without having been examined
by the teacher or any other person.
U there were no objections to having the teacher' names
known to the outside ag ncy, each envelope would b ar the
name of the teacher. If th re were objection to names being
sent to the outside agency, the Merit-Board representative would
need to substitute a code number for the name of each teacher.
e. The outside agency would prepare and mail to each teacher a
report based on the reactions of hi tudents. Each teacher
could receive his report directly if names were available to the
outside agency. Otherwi e, a representative of the Merit Board
would have to distribute the reports.
The use of an outsid agency reduces to a minimum possible ten ions and embarra ments to teachers, tudents and
administrators. Also, this procedure facilitate. accurate summaries and proper interpretations of the r ults. Most t achers
lack the background ne dcd for valid interpr tation. Without the aid of an outside agency, many would arrive at unjustified conclusions. Many t achers have a t<'ndency to give undeserved weight to a few isolated, critical comments which
should be ignored. On the other hand, many arc inclined to
• One agency which will render this kind of service is the Division o( Field
Services, Western Michigan University, Kalamazoo, Michigan.
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give uncle erved weight to a few, isolated complimentary remarks. Comments must be interpreted in the light of the averages.
f. The outside agency would submit to the Merit Board a copy
of a teacher's reports only when a teacher desired to apply for
promotion from one level or classification on the salary scale to
the next, or desired to apply for acceleration of increments (in
ca e chool policy provided for the latter). In the absence of
such a request from a teacher, no one in the community, except
the teacher himself, would ever see his student-reaction reports.
At thi point, the reader may ask, "Does this plan provide a means
of obtaining pupil reactions to teachers in the early elementary and
intermediate grades as well as to teachers in the high school grades?
Even though it i true that the emphasis in this report has been on
student reactions by junior and senior high school pupils, aU that has
been said is applicable to the intermediate grades. As was pointed out
on page 21, student-opinion questionnaires, worded to suit the grade
level, can be u ed with success in grades four, five, and six. This pro·
cedure cannot be applied to grades kindergarten, first, second, and
third because most of the children in these grades Jack the ability
to read and respond reliably to a pupil-opinion questionnaire.
In the c early grades a Merit Board would be limited to the traditional methods of evaluating teacher merit until improved methods
are discovered. This is a fertile field for research about which the
writer now suggests a few hypotheses. One hypothesis that seems worth
te ting is that there is a high degree of relationship between the opinions of parents and their children concerning teachers. This hypothesis
can be tested by comparing the written reactions by fourth and fifth
graders with the ratings by parents. If it is demonstrated that the
relationship is high, then the opinions parents hold concerning teachers
in grades below the fourth could be used in lieu of pupil opinions.
Many educators hold the opinion that the relationship of parents to
teachers in these early grades is much closer than it is in the higher
grades, and thcr fore parents have a good idea concerning the effect
teachers have on their sons and daughters.
orne may object that the ratings of parents would be unreliable
because their opinions would depend more on the mental and emotional maturity of the child than the merit of the teacher. In answer
it can be said that the reactions of older pupils are reliable in spite of
the differences in mental and emotional maturity. Also, it is import·
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ant to remember that such a plan deals with averages. It is likely that
the reactions received by a master kindergarten teacher would be more
favorable than the reactions received by a mediocre kindergarten
teacher.
4.

Emphasis Should Be Placed on the Improvement of Instruction

A major purpose of any merit plan should be to promote growth
in teacher effectiveness. Since t·he plan outlined will give teachers an
annual report on the effects of their teaching on students, they would
always have before them ~als for improvement.
What benefits do teachers receive from the evaluation of student
reactions? Some answers from teachers who have had experience with
written student r actions follow ( 10).

Table 9
"DO YOU FEEL THAT INFORMATION ONCERNING YOUR
TUDENTS' REACTIONS BENEFITED YOU IN ANY WAY?"
OCCASION
First Response
Second Response

1-

RESPONSE
Yes

No

Total

80
69

6
6

86

75*

*Only 75 teachers responded the second year because 11 who had
participated the previous year had transferred to other school systems.
Some of the comments that accompanied these responses follow.
The teachers who answered negatively did not comment.
1. I have tried to give better explanation than formerly. I have
tried to be more careful about my health, especially watching halitosis.
2. Repeated comments on sarcasm gave me something to think
about. Many favorable comments on aspects of the work that especially interest me gave a feeling of confidence and success. Their evident
fair-rnindedness makes me re pect them more highly, makes me pay
more attention to their grievances, and causes me to treat them more
like adults in many ways.
3. I was impressed with the need of being more careful about my
clothes and general appearance.
4. Last spring several said I talked too rapidly at times and not
loudly enough. This time very few marked me down in thi respect.
56

5. It gave me confidence in some respects, and it made me feel
that I know I can improve. It made me feel that I am master of my
job and of myself.
6. The information contained some suggestions on which I am
working. On the other hand, I now see that some of the things to
which I thought students objected pass without criticism.
7. This test served to bring out the pupils' real feelings regarding
the value or lack of value of the subject to them.
8. I was not aware of speech defects brought to my attention on
the test. I have made an effort to oorrect these and even included
speech in my summer course last summer. I did not previously know
that students realized how much time I spend on planning and organizing my work.
9. In one case of adverse criticism, I was aware of the situation,
but didn't think they were. I didn't realize that they notice so many
things. Their likes and dislikes are usually justified.
10. In a few cases, actions or attitudes on my part, of which I was
not conscious, were called to my attention. I find myself consciously
trying to overcome some faults.
11. Helped me to correct mannerisms that annoyed some pupils.
Called attention to mistakes of which I was not aware. Let students
know that the teacher considered himself human.
12. Gave me a desire to treat them more like adults. I suppose
this is because of the honest way they criticise. Perhaps I have a more
respectful feeling toward them.
13. The information verified my opinions. I felt that I knew my
pupils' reactions, but the test eliminated "guess work."
14. My ratings were better than I had expected. Discipline is my
lowest point in my own estimation and in their estimation, too. Their
comments indicated that they would appreciate a change. They have
been getting it this semester. I believe they like it, and I surely do.
15. I have a better understanding of the difficulty some have with
the reading material.
16. In the previous survey, I noted the reaction to sarcasm. Attempts have been made since then to avoid this fault. In the second
survey, I noted with satisfaction that there was less comment about
this feeling.
The answers of the 75 teachers, represented in Table 9 above, to
the following questions throw additional light on their opinions concerning the value of obtaining student reactions.
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"If your school were to adopt one of the following two
plans for improving instruction, for which of the two plans
would you vote considering the cost, practicability, amount
and nature of help you would probably receive, and your
feelings in the matter: ( 1) Visits by a supervisor followed by
conference in which suggestions for improvement would be
made, or (2) Obtaining student reactions, as was done in the
present study for the teacher's own individual, e.-..:clusive use?"
Plan 1 (visits by a supervisor) was chosen by 19 of the
75 teachers. Plan 2 (obtaining student reactions) was selected
by 45 teachers. Ten stated they preferred a combination of
Plan 1 and Plan 2. The remaining teacher of the 75 wanted
no part of either plan.

Following are some representative comments made:
1. A supervisor understands method, both mine and that of other
teachers; students do not. Students can tell me how deep and how
bad my rut is; a supervisor can show me ways out.
2. Plan one gives many more possibilities for continuous checking
on methods and therefore more possibilities for improvement of methods. Student reactions may be obtained and di carded; this is not so
likely to be possible in the personal relation with a supervisor.
3. I am probably a product of the period when supervision was
mostly "snoopervision," and therefore may be prejudiced, but I feel
it is more necessary for the teacher to know pupils' reactions than
supervisors' reactions, because pupil reactions determine pupil learning of attitudes as well as subject matter.
4. I prefer the second plan-less embarras ment, less expensemore truth, greater practicability.
5. The reason why I underscored "2" was that the average supervisor doesn't know very much about actual teaching situations except,
of course, theoretically. He sees a class, let us say, once a month. On
that day a situation may occur that never before occurred. He criticizes that. On the other hand, pupils see the teacher every day-results obvious.
6. I favor obtaining student reactions because they make better
teachers. Having students give their opinions to teachers gives much
information that would be hard to get otherwise. A teacher often
thinks that he or she is good, but the use of such a questionnaire will
prove or disprove the self-estimates and will reveal their deficiencies.
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7. I believe some of both would be mo t beneficial. upervision
of the right sort and tudents' reaction properly used, can be of great
benefit.
8. I he. itatc to choo one of these mcthods to the f'xclusion of
the other. It srrms to be hi ~hly drsirable to have th m supplement
each other. The program for evaluating tudent reactions does, however, produce information on stud nt attitude formed over a long
p riod of time. The points stre ed in the question al o expose the
teacher to what authorities think ar most entia) in the good teacher.
9. Both arc aluable for improving instruction. The co t of the
econd plan i much lower and i of great value. An occa ional visit
from a supervisor is of little value. I can fool a sup rvisor, but I can't
fool students who com before me every day.
10. I have received much help from my up rvisor in departmental
me tin~ where our curriculum and te ting program are planned. The
report received from my cia c . how how our plans arc succ eding
with pupils. AI o they point to my p t.onal characteristics whi h mean
little to the supervi or. All in all I feel that a know! dge of student
reactions ha brought about mor improvement in my teaching than
the suggestions made by my upervi or. If I had to make a choice, it
would be plan 2 ( 7).
It appears obvious that the recomm nd d plan doe
phasis on the improvement of instruction.

place em-

5. The Merit Salary Plan Must Protect the Teacher's Right and
Privilege of Making Self-Directed Decisions
Teachers right!} in ist on fre dom to choo the methods that they
believe arc rr ctive in developing in their pupils the de ired skills,
understandings. work h:~bit , attitude , and social adjustment. They
r ent being viewed with disapproval because they disagree with the
philosophy of education of an administrator or supervisor. Many have
re i ted rating by admini trators and up rvi. ors because of the danger
of being unfairly penalized.
Mi ncr refers to thi danger in these words, " orne rather eriou
injustices have been inflicted in this area of personnel manag ment.
onventional rating chemcs have been totally inadequate. They have
been u ed in a highly subjective and un cientific manner. Intentionally
or unintentionally the u e of these rating schem s ha tended to encourage conformity and submissivene s and to penalize creativene s
and aggre siveness among teachers. It i little wond r, th refore, that
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the rank and file of teachers initially resent the whole idea of appraisal" ( 29) .
Bush recognizes the same danger when he says, "Teachers are
willing to di cuss among themselves and with supervi ors the relative merits of their respective philosophies of education, and they
are eager for assistance in appraising how well they are accomplishing
their objectives. Resentment and misunderstanding 1 however, ensue
when administrators and supervisors recognize only one philosophy or
point of view and appraise each teacher's success in terms of that"
( 16).
ymonds points to the same difficulty. "One supervisor looks
for a teacher who is wann and accepting with children, another for
the good disciplinarian, another for perfection in records and reports,
another for high achievement on standardized tests. There are a
many different standards for judging teachers as there are varieties in
philosophy of education or in teaching procedure" (39).
The use of written student reaction in support of a merit ·alary
schedule, in conjunction with (not in place of ) objective ratings by
administrators, upervisors and fellow teachers, should greatly reduce
the danger of bias. The use of tudent reactions will help to place
emphasis where it belongs, namely, on successful teaching in practice.
However, if teachers are going to insist that they not be penalized
because they hold theories that do not harmonize with those of supervisors, if they want instead to be judged by the success of their teaching
in practice, they cannot expect to get credit for good intentions alone.
They must stand ready to be judged on the merit of what they actually
do in the classroom rather than what they say they do.
Teachers should concede that there is not necessarily a ure correspondence between what a teacher stands for and what he actually
doe in the cla sroom. Symonds makes this point in these words:
"After observing a teacher, she was engaged in friendly conversation
to discuss with her the events of the morning and learn her attitude
and point of view. Subtly the teacher was encouraged to expre her
motives, goals, intentions, and basic philosophy as well a expand the
principles of teaching for which she stands. It was somewhat disconcerting to have a teacher tell you that she believed in giving generous
praise and that she eldom criticized, when she was ob erved to use
venomous sarcasm freely throughout the morning, and to have been
sparing in praise. It was disconcerting to have another teacher tell
you that her primary goal was to teach pupils self control and self
reliance after she had been observed to have taken responsibility for
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every detail of class procedure throughout the morning and two pupils
actually burst from the room while we were talking, illustrating the
lack of self control.
"It was not that these teachers were deceitful. They actually
thought they wer practicing what they stood for ideally. Verbally
they had a code which they freely expounded, but in practice they
failed to liv up to their code, not in all respects but in certain important respects. These teachers might have scored high on a test of professional practice and information, but their practice did not match
what they had learned about teaching. The correlation between knowledge and practice is undoubtedly positive, but it is by no means perfect" (39).
As pointed out previously, pupils can give reliable and valid reports on how teachers and teaching affect them. These reports, as
well as sugge tions by supervisors, can be used by teachers in making
self-directed decisions designed to bring about improvement in effectiveness.
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Conclusion
It has been pointed out that the use of written student reactions
does not exclude other methods of evaluating teacher merit. The logical arguments and evidence in support of the plan, herein proposed,
have been presented and some of the commonly voiced objections
have been discu sed.
The next logical st p is clear. One must put to the t st, through
experimentation and research, these proposals that give promi e of
facilitating the improvement of instruction and the adjustment of
salaries to the quality of service rendered by teachers. AU school
systems can benefit from those sohools which take the initiative in
experimentation along the lines suggested in thi report.

THE NEXT STEP

We must put to the test through experimentation and research those
proposals that give promise of instructional improvement and the adjustment of salaries to the quality of service rendered by teachers.
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The teachers and administrato1'S who may want to initiate such
experimentation* may profit from the following comments made
by Misner after the Glencoe Schools had initiated a program for
appraising teaching efficiency. "No matter how democratic and cooperative the relationship among teachers, supervisors, and administrators may be, the mere suggestion that a program for appraising
teaching efficiency be developed will inevitably meet with the resi tance of a great many teachers. This is understandable.
" But stubborn as the resistance may be, it will yield to intelligent
exploration, study, and discussion. In Glencoe the adoption of a twelve
months' program provided us with the opportunity for a broad and
comprehensive consideration of the entire problem of teacher evaluation ... We realiz d that the achievement of professional status implied increased responsibilities on our part. If we were to be recognized
and rewarded as professional agents we must be willing to have our
services evaluated on a professional basi . It was quite apparent to
us that we could not hop to maintain the gains we had made under
current emergency conditions so long as we continued to say that
teaching actually was so subtle and intangible that it could not be
subjected to any kind of apprai al.
"In our early discussions we al o discovered that many of the fears
that surrounded the problem of appraising teaching efficiency were
really straw men. It isn't simply a question 'to rate or not to rate'
teachers. orne evaluation of teaching efficiency is inevitable. Our
pupils and their parents rate us continually. We evaluate each other
. . . Why then, shouldn't we be willing to face the problem of doing
more effectively something that must be done anyway? Our experience
would indicate that through discussions of this sort any group of
teachers can and will accept the importance and nece sity of appraising teaching efficiency" (29).
• Individual teachers or school faculties desiring to use student-opinion
questionnaires for the purpose of improving instruction andjor evaluating
teacher merit may get assistance from the Division of Field Services, Western
Michigan University.
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